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About the Administrator’'s Guide

This guidebook provides school district and building level administrators with information
and resources to implement quality professional development for the purpose of increasing
student achievement. The materials included in this document offer resources and tools
needed to use the lowa Professional Development Model to fully implement the required
District Career Development Plans, Building Level Plans For Professional Development, and
Individual Teacher Career Development Plans.

Leaders of effective school improvement efforts recognize the power of professional
development to increase the instructional skills of teachers and build the entire faculty’s
capacity to achieve school-wide goals. As school leaders study the components of the lowa
Professional Development Model (IPDM) and the technical assistance materials in this
document, they will find structures that will enable their staff to experience quality
professional development and to use practices that improve student learning.

Principals who function as staff development leaders recognize that professional
development is a means to an end—improved student achievement. They work with
faculty to identify the specific competencies that are most critical in helping staff achieve
that end; they design purposeful, goal oriented strategies and programs to develop
those competencies; and they sustain the commitment to those strategies and
programs until staff acquire and use the intended knowledge and skills. They assess
the impact of professional development not on the basis of the number of offerings or
initial enthusiasm for the offerings, but on the basis of improved results.

Rick DuFour

In its simplest form, the practice of large-scale improvement is the mobilization of
knowledge, skill, incentives, resources and capacities within schools and school
systems to increase student learning. Strictly speaking, the practice of improvement is
the sharing of a set of proven practices and their collective deployment for a common
end. It is not the property of any one individual or any incumbent in any specific job. It is
not the property of teachers or administrators or professional developers. Itis a
common set of practices shared across the profession, irrespective of roles.

Large-scale improvement intends to reach all students in all classrooms and all schools
through the daily work of teachers and administrators. The idea of improvement means
measurable increases in the quality of instructional practice and student performance
over time. Quality and performance are on the vertical axis; time is on the horizontal
axis; and improvement is movement in a consistently northeasterly direction.

Richard EImore

Du Four, R. (2001) In the Right Context. Journal of Staff Development. National Staff Development Council. Winter.
Elmore, R. (2000) Building a new structure for school leadership. Washington, DC: The Albert Shanker Institute.
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Constant Conversation Questions

The technical assistance materials developed by the Department of Education for developing
and evaluating the Comprehensive School Improvement Process (CSIP) uses four questions
as an organizer for writing the CSIP. These questions are called Constant Conversation
Questions. Local districts are encouraged to use the Constant Conversation Questions to guide
their planning of the CSIP and the District Career Development Plan.

1. What do/will we do to meet student learning needs?

2. What do data tell us about our student learning needs?

3. How do/will we know that student learning has changed?

4. How will we evaluate our programs and services to ensure improved student

learning?

For additional information on professional development, see the lowa Professional
Development Model Training Manual and web site:
http://www.state.ia.us/educate/ecese/tqt/tc/pdmtm/state.html

The lowa Professional Development Model Training Manual is a technical assistance
document that describes an approach for designing, implementing, and evaluating
professional development that results in increased student achievement. It is structured to
enable local districts to effectively develop and support the District Career Development
Plan (DCDP).
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In recent years, research in the fields of school
improvement and staff development* has
converged in a remarkable consensus about
the most effective ways to improve student
achievement. The agreement is all the more
surprising because it comprises a cluster of
variables rather than assertions that any single
action alone will increase student learning.
This consensus includes:

a The importance of data for driving school
improvement and student achievement
goals;

a The alignment of assessment with
curriculum and instruction;

Q The provision of quality staff development
with research-based content;

Q The necessity for learning communities
that study what is effective and work
collaboratively to learn and implement
new knowledge;

Q The study of the implementation of
planned change;

Q The evaluation, both formative and
summative, of planned change for its
impact on student learning; and

O The guidance of strong leaders—teachers,
principals, central office staff,
superintendents, and school boards—
operating collectively and collaboratively
to govern the staff development/school
improvement system.

At the same time, legislation at the federal (No
Child Left Behind Act, 2001) and state levels
has reinforced the need for these variables to
operate simultaneously to increase the
learning of our students. The National Staff
Development Council (NSDC) has published
revised standards for the conduct of staff
development that focus not only on the
process of staff development, but the content
and context as well (NSDC, 2001). Given the

o %The lowa Professional Development Model

overwhelming evidence that well-designed
staff development, fully integrated with
effective school improvement practices, can
increase student learning (Cohen and Hill,
2001; Consortium for Policy Research in
Education, 2000; EImore and Burney, 1999;
Joyce and Calhoun, 1996; Joyce and Showers,
2002; Loucks-Horsely, et al., 1998; Schmoker,
1996; Supovitz, Mayer and Kahle, 2000), the
NSDC now states that the purpose of staff
development is increased student
achievement (NSDC, 2001).

The model described in the following pages is
a collaborative effort of the lowa Department
of Education (DE) and a stakeholders group
representing area education agencies (AEAS),
professional organizations (teachers,
administrators, school boards), local education
agencies (LEAS), higher education, and other
providers of professional development in the
state of lowa. The model reflects their study,
collaboration, reflection, and negotiation and
provides an invaluable roadmap to the conduct
of staff development for educators in lowa.

Elements of the Professional
Development Model

The figure on page 6 represents a model of
professional development embedded in a
school improvement environment and
following an action research framework.
While professional development may take
many forms and follow many processes, this
model is proposed for the state of lowa for
several reasons. First, the legislature’s
intention is that professional development
support “best teaching practice,” which
would translate into improved student
learning in all areas. (In fact, both the lowa
Teacher Quality legislation and the national

*This document uses the terms “professional development” and “staff development” interchangeably.
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No Child Left Behind Act (2001) specify the
use of research-based content for staff
development to increase the probability that
staff development programs will result in
increased student learning.) Second, since
student achievement most frequently results
from the collective focus of schools on
specific student learning outcomes (Elmore,
2002; Fullan, 2001; Joyce and Showers,
2002; Schmoker, 1996; Slavin, et al., 1996),
the model is designed as a structure for
school professional development efforts
operating under the umbrella of district goals
and leadership (as per the Comprehensive
School Improvement Plan, CSIP, with

appropriate modifications for individual and
collective professional development agendas.
The fundamental tenet of the professional
development model is that student need
will drive decision making, and student
learning will form the basis on which
professional development is judged.

Thus, while much of the professional
development in which teachers currently
engage can be integrated with that

provided for schools and districts, there are
some professional development activities
(e.g., state mandates such as child abuse
prevention) that fall outside the purview of
this model.
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Foundations of the Model

The foundations underlying development of
the lowa Professional Development Model
are described below. Studying these
foundations helps the reader understand the
logic for each component of the model. This
logic is based on professional development
research and the knowledge and experience
of the stakeholder group that developed the
lowa Professional Development Model.

Foundation 1 — School improvement and
staff development decisions are driven by
student learning needs.

As stipulated by the lowa Student
Achievement and Teacher Quality Program
(SF 476, 2001) and advocated by the
National Staff Development Council’s
Standards for Staff Development (NSDC,
2001), the purpose of the District Career
Development Plan is to increase student
learning. If the object of professional
development is increased student learning,
the lowa Professional Development Model is
a high-probability course of action.

Foundation 2 — The focus is on
instruction and curriculum.

Theory is present underlying the instructional
strategy or model selected for staff
development. The strategy or model:

a Directly addresses student achievement
in an academic area (deep content
knowledge in reading, math, science,
etc.).

0 Has a research base (evidence of
improved student achievement across
settings, across time, and for all students).
(Bransford, Brown and Cocking, 1999;
Calhoun, 1994; Kennedy, 1990, 1999;
Joyce and Showers, 2002; Schmoker,
1996; Slavin and Fashola, 1998.)

Foundation 3 — When increased student
learning is the goal of professional
development, the efforts of collectivities
of people have the best chance for
success.

The lowa Professional Development Model
describes a collective process in which
collaborative action toward shared goals
targets student learning needs. The rationale
for this foundation is the research
documenting successful school improvement
efforts in which entire faculties or groups of
teachers or schools worked together to
improve student achievement. All site and
district personnel responsible for instruction
participate in the professional development.
All teachers are included and the principal is
heavily engaged in all aspects of the initiative.
District administrative personnel and the
approved provider are involved in training and
in providing follow-up. (Operationally, this
looks different at the elementary and
secondary levels.) Research is clear that when
increased student achievement is the goal, it is
the collective efforts of educators that
accomplish these goals. (EImore, 2000, 2002;
Fullan, 2001; Joyce and Calhoun, 1996; Joyce
& Showers, 2002; Newmann and Wehlage,
1995; Rosenholtz, 1989; Slavin, et al., 1996;
Wallace et al., 1984, 1990.)

Foundation 4 — The collection and
analysis of data guide the entire
professional development process.

Student learning data guide the setting of
goals for increased student learning as well as
the content selected for study and
implementation during a professional
development cycle. Implementation data
enable teachers/schools/districts to determine
when their planned change is in place.
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Formative data on student responses to the
implemented changes are used to

modify the initial implementation plan.
Program evaluation data provide information
on the efficacy of the professional
development plan for increased student
learning. (See research on effective school
improvement in Foundation 3 above for
documentation of the importance of data-
based decision making in the professional
development cycle.)

Foundation 5 — Specific student
learning goals provide the direction for
selecting professional development
content.

There is a clearly identified need based on
student data and the district’s long-range and
annual improvement goals as described in
the CSIP. The strategy or model selected for
staff development can be interpreted and
applied in classroom settings. The desired
teacher behaviors and the desired student
behaviors are described. (Bernhardt, 1998;
Rosenholtz, 1989; Schmoker, 1996.)

Foundation 6 — Content selected for
professional development is supported
by research.

Both the lowa Teacher Quality Program
(2001) and the federal No Child Left Behind
legislation (2002) stipulate that professional
development content will be supported by
scientific research. The rationale for this
requirement is that teachers should learn
curriculums, instructional strategies,
assessments, and practices that have a
demonstrated track record for helping
students learn.

Foundation 7 — The professional
development process is cyclical.

Professional development begins with
planning components, includes continuous
and collaborative teacher training and

evaluation components, and moves to
summative evaluation of the PD program
efforts. Specifically, this means that:

a Intensive professional development is
provided with sufficient ongoing follow-
up, support, and technical assistance
(Joyce and Showers, 2002; NSDC, 2001;
Odden, et al., 2002; Rosenholtz, 1989;
Showers, 1982, 1984; Wallace,
LeMahieu and Bickel, 1990).

In addition to presentations of
information and theory about the
instructional strategy, participants are
provided with multiple demonstrations
modeling the use of the strategy and
opportunities to practice using the
instructional strategy demonstrated.
Professional development is sustained
over time. The initiative is designed to
last until implementation data indicate
that the teachers are implementing the
strategy accurately and frequently and
student performance goals are met.
(Joyce and Showers, 1983, 2002; NSDC,
2001; Odden, et al., 2002; Wallace,
LeMabhieu, and Bickel, 1990.)

a Collaboration is built in with
opportunities for teachers to work
together on a regular basis. The
professional development initiative is
part of the day-to-day work of teaching.
The focal point of professional
development planning and
implementation is at the building level.
Adequate time is provided for workshop
experiences and workplace supports; i.e.,
planning together, rehearsing and
observing lessons (coaching), practicing
strategies in the classroom, and
collecting and analyzing and discussing
data. (Fullan and Hargreaves, 1991;
Lieberman and Miller, 1996; L.ittle,
1997; Rosenholtz, 1989; Showers, 1982,
1984, 1985; Showers and Joyce, 1996;
Showers, Joyce and Bennett, 1987.)
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a The study of implementation is built
in as a routine. The faculty studies
student data related to the content of
professional development. The faculty
regularly studies implementation data
to know what students are
experiencing. (Joyce and Calhoun,
1996; Joyce and Showers, 2002;
Slavin, 1996).

a And, formative evaluation ensures
the systematic collection of data
relevant to stated goals for student
progress, and summative evaluation
provides information about the
cumulative impact of a planned
change on student learning. (Calhoun,
2001; Hertling, 2000; Yap et al.,
2000.)
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lowa Student Achievement and Teacher Quality Program

Many of the elements of the lowa
Professional Development Model are
grounded in legislation passed by the lowa
General Assembly (lowa Student
Achievement and Teacher Quality
Program). Approximately a year following
lowa’s passage of the Teacher Quality bill,
the federal No Child Left Behind Act (2001)
was passed. With respect to school
improvement, staff development, and
student achievement, the two bills have
considerable overlap. In the following
section, relevant parts of the legislation are
summarized.

Summary of Legislation

In May of 2001, the lowa General Assembly
passed landmark legislation that identifies
professional development as a key component
of school reform in lowa. The intent of the
lowa General Assembly, as stated in Senate

File 476, is to create a student achievement and

teacher quality program that acknowledges
outstanding teachers are a key component in
student success. The Student Achievement and

Teacher Quality Program is sharply focused on

increasing student achievement through
acknowledging and supporting the

improvement and acquisition of the knowledge

and skills of teachers through professional

development. The major elements of the

legislation are:

0 Mentoring and induction programs that
provide support for beginning teachers;

O Professional development designed to
directly support best teaching practice;

Q Career paths with compensation levels
that strengthen lowa’s ability to recruit
and retain teachers;

Q The eight lowa Teaching Standards and
supporting criteria, which shape the
implementation of each aspect of the
Teacher Quality Program;

O Team-based variable pay pilot program that
provides additional compensation when
student performance improves; and

O Teacher evaluation processes.

In the No Child Left Behind Act (2001)
professional development is defined as
activities that:
O Improve and increase teachers’
knowledge of the academic subjects the
teachers teach, and enable teachers to
become highly qualified;
Q Are an integral part of broad school-wide
and district-wide educational
improvement plans;
a Are high quality, sustained, intensive, and
classroom-focused in order to have a
positive and lasting impact on classroom
instruction and the teacher’s performance
in the classroom; and are not one-day or
short-term workshops or conferences, and
0 Advance teacher understanding of
effective instructional strategies that are—
= based on scientifically based research;
and

= strategies for improving student
academic achievement or substantially
increasing the knowledge and
teaching skills of teachers (No Child
Left Behind Act, Title IX, Sec. 9101

[34]).

Purposes of the lowa Professional
Development Model

The purpose of professional development is
to provide a structured, supportive, and
collaborative environment to promote
professional growth that will further the
district’s comprehensive school improvement
plan (CSIP) goals in order to increase student
achievement.
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There are professional development plans
at three levels—the district-level plan, the
building-level plan, and the Individual
Teacher Career Development Plan.

District Career Development Plan
(DCDP): The DCDP is submitted to the
Department as part of the Comprehensive
School Improvement Plan (CSIP) and is
required of public school districts (IAC
281—83.6(2)). The purpose of this plan is to
follow through with the stated goals of the
CSIP, build teacher capacity through
collective professional development, and to
accomplish goals in student achievement.
The focus is on instruction and professional
growth of all site and district instructional
staff that are responsible for instruction.
Information about how to develop a district
career development plan is available in
another document (See IPDM Training
Manual Part 3 pages 8-14). The first district
plans for professional development were
submitted as part of the CSIP process in
September of 2004.

As part of their DCDP, each district is
required to identify its approved
provider(s). Providers are those individuals,
agencies, or organizations that serve the
district by providing long term, ongoing
support of the district career development
plan. For additional information on
approving a provider see IPDM Training
Manual Part IV pp 7-8.

Building Level Professional Development
Plan: Building plans are not required but
are recommended to ensure that the district
plans are put in place at the building level.
The optional building-level plan for
professional development can help clarify
actions needed to address student learning
needs, to design professional development,
and to implement appropriate content and
strategies for meeting the district’s student

achievement goals. A building professional
development plan should be developed
jointly by the school administrator, teachers,
and others. See the Building Level
Professional Development Plan Workbook
for suggestions.

The Individual Teacher Career
Development Plan: For each career teacher
in the district, the individual teacher career
development plan is developed in cooperation
with a teacher’s supervisor. The individual
plan must be based on the lowa Teaching
Standards appropriate to the student
achievement goals of the district and the
teacher’s needs. Ideally, the goals for
individual teacher career development plans
and the district career development plan will
be very closely aligned. The individual
teacher career development plan for the
career teacher may be congruent with the
district career development plan, and the
process described in the lowa Model for
Professional Development may be used
simultaneously to implement both. During the
2005-2006 school year, districts are required
to have individual teacher career development
plans in place for all career teachers.

The Teacher Quality Program requires the DE
to identify a model of career development
practices that produce the link between staff
development and improved student learning.
The lowa Professional Development Model
provides guidance for local districts to use
when designing, implementing, and evaluating
the District Career Development Plan (DCDP)
as well as the individual teacher career
development plans. The lowa Model illustrates
a process that focuses on improving student
learning and engages all teachers in collective
professional development.

Because the lowa Model elements are common
to improvement efforts that consistently
produce student achievement gains, it is

10
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recommended that district and school staff
development programs use the framework
presented in this document.

lowa Professional Development
Standards

Professional Development Standards, IAC
281—83.6(2)(b) Implementation of a school
district’s career development plan shall meet
the following standards:

1. Align with the lowa teaching standards and
criteria;

2. Deliver research-based instructional
strategies aligned with the student
achievement goals established by the
district;

3. Deliver professional development training
and learning opportunities that are targeted
at instructional improvement and designed
with the following components:

a Student achievement data and analysis;

Theory;

Classroom demonstration and practice;

Observation and reflection;

Teacher collaboration and study of

implementation; and
Q Integration of instructional technology,

if applicable;

4. Include an evaluation component of
professional development that documents
the improvement in instructional practice
and the effect on student learning; and

5. Support the professional development needs
of district certified staff responsible for
instruction.

OO0 0OO
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Operating Principles for the lowa Professional
Development Model

Focus on Curriculum and Instruction

and Assessment Participative Decision-Making
The primary focus of professional Governance is an issue that should be
development in the lowa Model is on the addressed (expeditiously) before entering the
classroom—the curriculum that students proposed professional development model.
are expected to learn and the instructional While there may well be some teachers who
strategies that make the curriculum have separate staff development plans
accessible and comprehensible. In lowa, (primarily based on growth needs identified
districts develop content standards for basic ~ through the formal teacher evaluation process
subjects and align appropriate assessment that may be outside the scope of the district/

measures to building student

_ their standards. achievement
NS — Districts are goals), the Participative

Instruction & Assessment . . . o ;

also requiredto  majority will Decision-Making

administer a have individual
norm-referenced standardized measure. The  plans that are
common measures used are the lowa Test congruent with their school’s staff
of Basic Skills (ITBS) and the lowa Tests development and school improvement plans.
of Educational Development (ITED). The Schools must make many decisions in order
state has established achievement standards  to operate within the proposed model (e.g.,
for the ITBS and the ITED. The setting a goal, selecting content and providers
achievement of students on these tests can aligned with the goal, designing structures for
thus serve as a benchmark (comparison) of collaboration and the study of
the district’s achievement against the state implementation, etc.), many of which will
and the nation. Specific skills for each require district coordination and support. To
achievement level on these tests are prevent decision-making processes becoming
described. The Model assumes that the focus of change efforts, schools need to
individuals, schools, and districts will decide how they will make decisions and
attend primarily to data from the local what is required for them to make binding
assessment systems to determine what is decisions.

taught and how it is taught—curriculum
and instruction—in their efforts to increase The argument for participative decision-

student learning. Thus, while a school/ making to govern collective staff
district may wish to strengthen parent and development efforts is deeply rooted in our
school cooperation, or school climate, such democratic traditions, namely that those
efforts would not be the primary focus of affected by laws and policies should have a
the professional development agenda, but voice in shaping those laws and policies.
rather an adjunct to the professional Because professional development in
development program. (See NSDC, 2001 schools has so often been a voluntary and
and the section below on “simultaneity.”) self-governed enterprise, the issue has often
been moot.

13
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If the only “collective” staff development
in a district is a speaker who opens the
school year by addressing the faculties of
all schools in the district, teachers may
have been quite content to let someone
else choose the speaker. Such events have
little impact on the daily lives of teachers
and students in classrooms. When,
however, staff development is intended to
impact what is taught and how it is
taught, democratic decision-making
becomes highly relevant. The school that
decides to address student literacy needs
by learning and implementing new
teaching strategies and assessment
techniques very much needs the input of
its faculty.

The issue of “binding” decisions becomes
relevant whenever a group decides on a
course of action. If a faculty or subgroup
of a faculty (e.g., all K-3 teachers, the
math or science departments of a high
school) decides as a group to address an
identified student need by taking a
specific course of action, it is important
that all members of the group abide by
the group’s decision. At this point,
individual plans support and contribute to
the group’s decision. Assessing the
impact of the group’s actions on student
learning is extremely difficult, not to
mention frustrating, if only some of the
group actually implement the planned
change. As a matter of practicality as well
as morale, it is critical that any group
engaging in collective professional
development for the purpose of
increasing student achievement agree
how they will govern themselves during
the process. It is critical that that process
not enable one or two members of the
group to prevent any and all planned
change.

Simultaneity

The principle of simultaneity governs
professional development efforts aimed at
increasing student achievement. That is, the
content of professional development (e.g.,
reading, math,

science) is

addressed

simultaneously

with the context

(e.q., leadership

and resources, the development of a learning
community) and process (e.g., selection of
research-based content, data-based decision-
making, and collaboration) of professional
development (see the National Staff
Development Council’s Standards for Staff
Development, 2001). The principle of
simultaneity dictates that schools begin the
improvement process rather than sequentially
working on context (leadership, resources,
learning communities) and then process
standards (data collection and analysis, design
of training and collaboration) before
beginning changes in curriculum and
instruction.

Leadership

The importance of leadership, at all levels,
cannot be overemphasized for the success of
school improvement efforts in which
increased student learning is the goal. The
leadership of
teachers,
principals,
district
administrative
staff, and school
boards—working interdependently—is
critical if the lowa Professional Development
Model is to drive increased achievement for
all students.

Leadership
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As was thoroughly illustrated by the May
2002 issue of Educational Leadership, there
is a consensus not only that powerful
leadership is essential for successful school
improvement, but that leadership must be
distributed throughout the organization if
changes are to be sustained (Elmore, 2002;
Fullan, 2002; Lambert, 2002.) Glickman
(2002) notes that districts with long-term
records of successful innovation,
implementation, and improvement have a
pervasive system of beliefs and processes
that are carried by all stakeholders in the
system and are thus invulnerable to the
departure of “key” leaders.

Superintendents are charged with crafting
a vision of what is possible for a district
and communicating it powerfully to district
staff, the board, and the community
(DuFour, 2002). While wise
superintendents involve all stakeholders
(parents and community, teachers and
administrators) in building a vision for
students served by their district, it is most
often the superintendent who keeps that
vision alive and viable. Superintendents
and their boards also play a critical
leadership role in providing resources and
support to all those within the system
working to make reality of a vision of
increased learning for all students. Because
superintendents generally delegate the
innumerable tasks of turning vision into
action, it is the leadership of district
administrative staff, with the assistance of
intermediate agencies, universities and
consultants, that determines how and if that
vision is implemented (Grove, 2002).

It is the leadership of school boards that
ensures policy to support systemic change
efforts. However, as was clear in the
“Lighthouse” study (lowa Association of
School Boards, 2000), the leadership of
school boards is much broader and more

critical than many have realized. Several
critical differences separated the boards of
high and low achieving districts in the
Lighthouse study—the focus of the board on
curriculum and instruction, the prevalence of
elevating beliefs (what is possible) rather
than accepting beliefs (acceptance of the
status quo), the support of collegial norms
within the district, and confidence that
teachers and students could be successful. In
other words, boards that reaffirm the
district’s vision and progress toward that
vision by providing sufficient resources,
supporting the efforts of teachers and
principals, acknowledging and publicizing
successes while problem-solving failures
create cultures where progress is seen to be
not only possible, but likely.

Principals are broadly acknowledged to be a
pivotal factor in successful staff development
and school improvement efforts. As
gatekeepers of the school culture, principals
maintain a focus on teaching and learning,
work collaboratively to develop collective
goals aligned with district goals and
standards, and assist with data collection,
analysis and use. In successful school
improvement efforts, principals model
learning and are active participants in staff
development. They are creative and flexible
in their use of resources and adopt a problem-
solving stance when obstacles are
encountered. The principal leader balances
pressure and support to ensure the
implementation of planned change so that the
goal of increased student learning can be
realized.

Finally, and perhaps most importantly, it is
the leadership of key teachers that
ultimately determines the success of school
improvement efforts. The active participation
of teachers in the study of data and the setting
of goals is critical, as their observations of
students are most grounded. Teacher input
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into the content and process selected to
further student achievement goals is also
critical because it is teacher leaders who must
facilitate the collaborative work necessary for
successful implementation of planned
changes. In every successful school
improvement initiative, key teacher leaders
manage the implementation of planned
change, assist other teachers who are
struggling with the change, ensure the
collection of sufficient data to guide future
planning, and actively participate in that
planning.

Changing the way we teach and students learn
in schools of the 21st century is a complex
enterprise requiring distributed leadership
throughout the system.
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The Professional Development Cycle
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Collecting/Analyzing Student Data

Many sources of data are appropriate for

decision-making about needed staff tpmlmﬂ ' [ cowsenme
development. The key to data collection, ——! District Career —————
however, is a focus on the students in a ' - Development Plan
classroom, school, district, and/or state. L
—op9%ng o N\

Data can be divided into roughly two 1 e / ‘\;Ji’ “\-\o
categories—those data that indicate the —— ( \};l AT
status of skill development in areas of Sichal il j/“r-/ B | exrtessonal
concern and those data that explore A !
hypotheses to explain that status. || Oppomunines -
Standardized tests of reading, math and
science, such as the ITBS and the ITED,
are indicators of the status of skill acuity, sleep and nutrition patterns,
development; they provide a measure of a indicators of abuse and/or drug use,
student’s current levels of understanding attention disorders and learning
and proficiency with respect to same-age disabilities, etc.); information about the
comparison groups at a school, district, professional staff responsible for
state or national level. When data are being students’ learning (e.g., teacher
examined to determine the current status of preparation and credentialing,
student skill and knOWledge on the district expectations_for h|gh achievement
content standards, it is critical that district levels for all Student& attitudes toward
administrative personnel make available to diverse social and ethnic groups, etc.);
principals data on their specific schools, information about the school and home
and that principals make available to environments (e.g., leadership’s vision
teachers data on their specific students. for student growth and clarity with
Other examples of tests of student skill respect to means and endS, the presence
development include the diagnostic tests or absence of collegial norms, attitudes
used by many K-3 teachers to determine toward and quality of professional
mastery of beginning reading skills, development programs, socioeconomic
criterion-referenced tests developed by status, number of migrant families, etc.).
many districts to measure the extent to Data about the implementation of current
which students are meeting the content programs also fit into this Category. For
standards of the curriculum; and teacher- examp|e1 if a district has adopted a math
made tests that examine the mastery of curriculum that appears not to be
specific learning objectives. affecting student math skills, it is

important to examine the actual level of
Data that explore hypotheses to account implementation of the program before
for current levels of student skill, discarding the investment in materials
understanding, and proficiency include and training. The types of data collected
information about students’ individual to exp|0re possib]e exp|anations for
characteristics (e.g., hearing and vision student learning, or lack of learning, are
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extremely diverse and are indicative of
the beliefs of professionals in the
workplace as well as the history and
norms of individual schools, districts and
communities.

Districts/schools that are collecting data on
student learning (to set goals for improved
student achievement and to make decisions
about professional development that will
advance them toward those goals) have
many options available to them. In
studying data, it is important to look for
patterns and frequencies of phenomena. As
part of the CSIP process, all schools/
districts will need to collect the first type
of data—current levels of student skill
development—to determine present
achievement patterns of their students and
implications for needed improvements.
Are subgroups of racial, ethnic,
socioeconomic status (SES), limited
English proficient (LEP), gender, and
individualized education program (IEP)
populations being equally well served by
current educational programs? Are reading
comprehension or math problem-solving
difficulties distributed across a broad range
of students, or do problems cluster in
subgroups? What percentage of the total
student population and of each subgroup
are meeting the expectations laid out in
district standards and benchmarks? Do
scores vary markedly between teachers or
grade levels? It is from these data that
goals for student learning are formulated,
so it is critical that schools have sufficient
data and examine it in enough depth to
determine the current levels of student
proficiency in the basic subjects. Because
the CSIP process involves multiple
stakeholders (e.g., teachers, administrators,
parents, community members, etc.) in
analyzing data to determine student need,
it is critical to the entire improvement
process that data be classified and shared
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in ways that are clear for both education
professionals and laymen. The added
benefit from broad participation at the data
analysis and goal setting stages is the
building of a shared understanding of
educators’ needs for continuous learning
aimed at addressing student learning needs.

Districts/schools will also need to examine
data with the potential to explain the
student needs identified. Two sources of
data are good starting points because of
their explanatory power—the current
curricular, instructional, and assessment
programs being used and research on
successful programs. In settings that serve
large numbers of students living in
poverty, information about the nutrition
and health status of students should help
education professionals ameliorate
conditions that could depress or prevent
students’ abilities to profit from quality
instructional programs. All districts should
examine their dropout data to determine
how many of their students fail to
complete high school and who those
students are. Data on school climate can
identify levels of expectation for student
learning, the presence or absence of
collaborative structures, and the
understanding of school and district goals
for student achievement. Often,

areas of concern raised by these types of
data can be addressed in conjunction with,
or in support of, the district’s and/or
school’s main improvement agenda.

Examination of multiple sources of data
will enable schools and districts to
determine the current status of student
learning, identify needs for improvement,
and provide avenues to explore to advance
long-range and annual improvement. The
concept of simultaneity is extremely
important at this stage; as goals are set and
content selected for staff development,
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multiple sources of data may indicate that
poor math skills require modifications in
the standards and benchmarks, new
teaching strategies that put that curriculum
within the reach of students, and the
introduction of collaborative structures that
enable teachers to begin the process of
collectively working toward a shared goal.

Goal Setting

Once data are analyzed, goals can be
stated. When a district determines that
reading achievement needs to be improved,
the goal must be much more specific than a
desire to “increase scores” on a reading
test. Close scrutiny of reading achievement
data will reveal if students need decoding
and word attack skills, increased sight
vocabulary, comprehension strategies,
improved fluency, skill in reading non-
fiction and technical material, etc.
Likewise, when the study of student data
identifies poor math achievement, closer
scrutiny of test data (e.g., item analysis)
can help districts and schools determine if
the problem is generalized across all areas
of math or specific to problem solving,
number concepts, algorithms, or the
application of math concepts to real-world
situations. Specific goals enable faculties
to decide exactly what they need to learn
and provide focus throughout an
improvement effort.

Typically, district and school goals are
aligned but not congruent. After examining
data for all students in a district, district
leaders may identify literacy as the primary
target for improvement. It may further set
goals, such as “By the spring of 2006, 75
percent of students (the entire student
population as well as of each major
subgroup) will be reading on grade level,
and 75 percent of students will meet or
surpass the grade level benchmark for

19

writing.” The task then is for each school
to closely study the data on its students
with respect to literacy.

Elementary School A may determine that
its reading program is currently resulting in
grade-level achievement for 70 percent of
its students, while only 55 percent of
students are meeting the writing
benchmarks. Its goal for improvement
might thus be to improve writing scores to
passing for an additional 10 percent of its
students in each of the next two years; its
staff development program is likely to
focus on writing instruction and
assessment.

High School B, however, discovers in its
study of student data that only 48 percent of
its students are currently reading at grade
level and 51 percent are meeting writing
benchmarks. Clearly, both areas are in
serious need of attention. High School B’s
goals might include raising reading scores to
grade level and meeting the writing
benchmark through an additional 15 percent
of students per academic year.

The professional development plan would
then logically include the implementation of
reading classes for struggling readers, with a
small group of faculty engaging in staff
development to support that effort. The
English faculty might focus its staff
development efforts on writing instruction
and assessment to meet its annual goal. And
the entire faculty might support the efforts
of the reading and English departments by
learning and implementing “reading across
the curriculum” strategies and supporting an
extensive recreational reading program.

Thus, while the CSIP and Teacher Quality
legislation expect each district to study the
achievement data for all its students and set
goals for improved student learning,
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individual schools within districts will need
to plan how they will respond to district

goals, given the specific data for the students

in their building. This is not to suggest that
schools must submit formal plans to the
state, but rather that schools will need a plan
to guide their own improvement efforts.

Although the federal (No Child Left Behind
Act, 2001) and district goals may require
the statement of specific gains in student
achievement, it is recommended that for
the purpose of operating within the
proposed lowa Professional Development
Model, schools form “ideal” goals, e.g.,
statements that describe exactly what it is
they wish all their students to achieve. This
type of goal clarifies the purpose of the
change effort and allows for continuous
striving toward the ideal. “Ideal” goals
clearly communicate to parents, students,
and staff the aspirations held for the
building’s children and provide guidance
for the prioritization of the myriad goals
that must be included in CSIP. When the
goals at the top of the priority list—"ideal
goals”—motivate the drive for increased
student learning, staff development is free
to address significant professional learning
that can and frequently does translate into
sizable student learning gains.

Finally, when examination of student data
reveals multiple needs, it is critical that the
district/school focus on only one or two
things at a time. Learning new curriculums
and instructional strategies and the
assessments to guide their use and to
determine their effectiveness takes
considerable staff development time. Until
schools are structured to significantly
increase not only the time allotted for new
learning opportunities but time for
collaborative study and work within the
school day, existing resources will not
support multiple initiatives at any one time.
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Selecting Content

The analysis of student achievement data
and the setting of specific goals for
improvement function to narrow the
choices when selecting content for
professional development. Multiple
choices are often available once a
district/school has determined the area it
needs to address. Before deciding on
content, however, choices need to be
screened. Is there research on the efficacy
of the content for achieving a stated goal?
Schools/districts may want to request
external assistance from AEAs,
professional organizations, the DE,
universities, or consultants when
examining the claims made for various
curriculums and instructional programs.
Unfortunately, extreme claims supported
by very little evidence abound in our field.

Once content and process are decided, a
school/district is ready to select the
person(s) who can provide training in the
new content and to negotiate the process
they want in order to learn the new
material. For example, a school that has
identified reading comprehension
strategies as a critical student need can
approach providers of instruction in
comprehension strategies and negotiate
sufficient instruction and demonstrations to
ensure mastery of the new instructional
strategies. Schools may also want to
discuss with providers data collection and
materials for training settings.

This is possibly a good time to revisit the
notion of simultaneity in the lowa
Professional Development Model. School
A may decide that it needs additional
information of assessments available to
them for studying the impact of their
planned literacy program on student
learning. They may decide to seek
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provider assistance in this area. School B,
on the other hand, may have identified
reading as a critical student need but be
concerned with student management
issues as well. School B may decide to
seek provider assistance in helping them
learn instructional strategies that not only
address literacy but are highly engaging
for students and thus increase on-task
behavior. It is extremely important, when
choosing providers, to keep the focus on
the classroom. A rule of thumb for
allocating time to context, process, and
content might well be an 80 percent
allocation to content/process and 20
percent to context. Pupil-free time should
especially be guarded as time providers
can spend with faculty on content; if
nothing changes in the classroom
instruction experienced by students, then
other variables become somewhat
irrelevant.

Designing Process for Professional
Development

In its broadest sense, the process of
professional development includes the
“how” of the entire process — how data are
collected and analyzed for goal setting and
evaluation, how collaboration is organized
and embedded in the structure of a school,
and how learning opportunities are
designed. The lowa Professional
Development Model attempts to meet not
only the requirements of the state
legislature but to incorporate the NSDC
standards for staff development.

The specific design of learning
opportunities, when the object is learning
new material, must enable participants to
use the new learning in classrooms. When
the material to be learned represents
significant departures from existing
practice, schools will need to allot time
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for training that includes theory,
demonstrations, and early opportunities to
practice (Joyce & Showers,1981, 2002).
Training/learning opportunities must be
designed in ways that enable participants
to develop skill with new curriculums,
instructional strategies, and assessments
if implementation in the classroom is to
be possible.

Training/Learning Opportunities

Training settings (learning opportunities)
are the times set aside for the participants
to come together and learn the content they
have selected to address student
achievement concerns. Research on
training has demonstrated conclusively that
new learning requires substantially more
time than the typical one-shot workshop if
the new learning is to be implemented in
classrooms (Showers et al., 1987). Often,
learning opportunities need to be
interspersed with classroom practice so
that questions that arise from early
implementation efforts can be resolved.

The duration and depth of learning
opportunities is dependent on the range of
knowledge and skills already present in a
given group, as well as the functioning of
collaborative teams. Needless to say, when
content is new to the participants or is
complex and multi-dimensioned, greater
time will need to be allocated to training
sessions. The relative amounts of theory,
demonstrations, and opportunities for
practice will vary from group to group, but
the expectation that content will be
implemented is a given.

Collaboration/Implementation
Research on the implementation of new

learning reveals two consistent findings:
much of the content of training is never
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implemented in classrooms, and successful
implementations use the power of
collaborative work as teachers negotiate
changes in curriculum and instruction
(Joyce & Showers, 1983). Thus, teachers
working to implement changes in their
classroom practice need the colleagueship
of peers to solve the problems inherent in
learning new behaviors and teaching them
to their students. An implementation plan
will need to provide a structure for teacher
collaboration.

The implementation patterns also need to
be monitored (more data collection!) so
that schools can interpret student data (Are
students responding as we predicted?
Should we increase/decrease our use of
certain strategies?) and provide feedback
on their needs to trainers. (See Guskey,
2000.)

The plan for collaboration includes time
for teachers to meet on a regular basis and
a structure for the tasks to be addressed
during that time. A small (K-12) district in
lowa with three schools has stipulated that
time for teacher collaboration will be
provided as part of its staff development
plan. The district has increased its staff
development days for the year so that all
teachers have time to learn new content. In
addition, the district expectation is that all
teachers will participate in small teams that
meet weekly to plan and develop lessons
and materials, problem-solve difficulties
encountered in their attempts to use their
new strategies, and examine student data.
To facilitate collaborative activity, the
district has instituted a series of early
release days. At the elementary school,
teachers will meet weekly as grade level
teams of three. At the middle school,
collaborative teams will meet weekly in
interdisciplinary teams. At the high school,
collaborative teams will meet biweekly (on

early release days) because teams are
interdepartmental.

A leadership team comprised of teachers,
AEA school improvement consultants,
administrators, and staff development
support personnel have collected from K-
12 teachers their estimates of optimal use
of the new strategies; e.g., what is
appropriate use at various grade levels and
in various subjects. The leadership team
has turned these data into a set of
implementation guidelines to guide the
collaborative teams in their planning.
Collaborative teams thus plan their

use of the new strategies and document
their use weekly using a structured form
that they turn back to the leadership team
following each meeting. The leadership
team then provides feedback to the entire
staff on what is being frequently
implemented and what needs additional
effort or attention.

A final note on teacher collaboration — it is
important that opportunities for teachers to
collaborate while learning new content and
solving the problems necessary to get new
content functioning in classrooms not be
narrowly defined as “peer coaching.” Peer
coaching in the minds of many is an
evaluative or supervisory set of behaviors
involving observations and feedback. In
fact, the collaborative work of teachers,
when the objective is implementing new
content for the purpose of increasing
student learning, is much more about
thinking, planning, designing lessons,
generating instructional materials, and
studying student responses to these efforts.
Teacher collaboration primarily requires
time and clarity of purpose; rarely does it
require complex and/or lengthy training to
enable teachers to work together
professionally and productively. (See
Showers & Joyce, 1996.)
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Ongoing Data Collection

As they implement new curriculums and
instructional strategies targeted at
improving student learning in specific
areas, schools need tools for collecting
information about student responses to
changes in the instructional program. The
frequency with which these data are
collected depends on the nature of the
planned change. For example, changes in
fluency are likely to occur more rapidly
than the ability to address higher-order
comprehension questions, and data
collection points should be set accordingly.

Ongoing Cycle

The cycle of planning and delivering
training, organizing an implementation
plan, studying data from implementation,
and making decisions about how to refine
the training and adjust collaborative
structures is repeated many times as a
professional development effort is
implemented. The information gathered in
studying implementation and as part of the
formative evaluation informs the design of
learning opportunities as well as the
collaborative work of teachers. For
example, formative evaluation data may
suggest that teachers are not accurately
using a newly learned strategy in their
classrooms. These data are used by those
planning the implementation to make
adjustments such as increased opportunities
to learn theory, more demonstrations, and
more time for practice.

Program Evaluation

While ongoing data collection (formative
evaluation) entails frequent measurement of
targeted outcomes and guides training
decisions and program adjustments, program
(summative) evaluation address the question
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“Does this intervention work?” Measures of
program effectiveness generally occur at
greater intervals—perhaps yearly—or on
whatever schedule the district/school has
established for taking stock of its progress
toward student achievement goals.
Regardless of how the program is evaluated,
these data are used in the school’s decision-
making as it plans next steps.

A Few Words About Context

The proposed professional development
model focuses on the classroom — the
transactions between teachers and students
that enable students to maximize their own
learning. Classrooms exist in the context of
schools and districts and states and the
policies that govern them. The efforts of
learning communities to determine the
needs of their students, to study
curriculums and teaching strategies that
address those needs, and to implement
them in classrooms require powerful
leadership at all levels of the education
enterprise and sufficient resources to
support quality professional development.
The evidence of increased student learning
in successful school improvement and staff
development programs suggests that the
effort and resources are well spent.
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Notes
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Appendix A. Standards for Staff Development

National Staff Development Council’s Standards for Staff
Development: Revised Edition (2001)

Context Standards:
Learning Communities: Staff development that improves the learning of all students
organizes adults into learning communities whose goals are aligned with those of the
school and district.

Leadership: Staff development that improves the learning of all students requires skillful
school and district leaders who guide continuous instructional improvement.

Resources: Staff development that improves the learning of all students requires resources
to support adult learning and collaboration.

Process Standards:

Data-driven: Staff development that improves the learning of all students uses
disaggregated student data to determine adult learning priorities, monitor progress, and
help sustain continuous improvement.

Evaluation: Staff development that improves the learning of all students uses multiple
sources of information to guide improvement and demonstrate its impact.

Design: Staff development that improves the learning of all students uses learning
strategies appropriate to the intended goal.

Research-based: Staff development that improves the learning of all students prepares
educators to apply research to decision making.

Learning: Staff development that improves the learning of all students applies knowledge
about human learning and change.

Collaboration: Staff development that improves the learning of all students provides
educators with the knowledge and skills to collaborate.

Content Standards:

Equity: Staff development that improves the learning of all students prepares educators to
understand and appreciate all students, create safe, orderly, and supportive learning
environments, and hold high expectations for their academic achievement.

Quiality teaching: Staff development that improves the learning of all students deepens
educators’ content knowledge, provides them with research-based instructional strategies
to assist students in meeting rigorous academic standards, and prepares them to
appropriately use various types of classroom assessments.
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